Effective Use of Scaffolding in English Lessons in a Japanese Primary School: A Classroom DA Approach by Shino Ayano
239Effective Use of Scaffolding in English Lessons in a Japanese Primary School（SHINO）
1.  Introduction
Along with internalization English will become a formal subject for the fifth and sixth graders（１）, and 
English activities（２） will also be compulsory for the third and fourth graders in all public primary 
schools in 2020 (MEXT, 2017). That is to say, there will be more opportunities in which homeroom 
teachers (HRTs), assistant teachers (ALTs), and pupils interact with each other using English, and 
hence further investigation on primary English education in Japan should be needed more than before. 
This study investigates how scaffolding is effectively utilized among HRTs, ALTs, and pupils in English 
lessons in a Japanese primary school in order to achieve clear understanding with each other.
The paper consists of five parts: Section 2 examines some literature on scaffolding in classroom 
contexts. Section 3 explains survey methods and data of the current study, followed by Section 4, which 
analyzes the data, and finally, Section 5 discusses the conclusion of the study.
2 Literature Review on Scaffolding in Classroom Contexts
2.1  Definition of Scaffolding
According to Wood, Bruner, and Ross (1976), scaffolding is a ‘process that enables a child or novice to 
solve a problem, carry out a task or achieve a goal which would be beyond his [sic] unassisted efforts’ 
(p. 90). The present study will basically use the above definition of scaffolding. The concept of scaffold-
ing proposed by Wood et al. (1976) is applied to various language learning situations including English 
in first and second language learning contexts, which I will introduce as follows:
First of all, in the situation of L1 learning, Bruner (1983) defines scaffolding as:
a process of ‘setting up’ the situation to make the child’s entry easy and successful and then 
gradually pulling back and handing the role to the child as he [sic] becomes skillful enough to 
manage it. (p. 60)
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In the above definition, the concept of scaffolding is applied to children’s first language learning. 
However, van Lier (1988) observes that the process of scaffolding could be applied to second or other 
foreign language learning as well. He has suggested the possibility of applying the notion of scaffolding 
to L2 classrooms as follows:
… there may be ways of structuring activities in such a way that a scaffold for the learners’ partici-
pation is available, and a systematic way of dissembling that scaffold gradually. (p. 230)
Thus, van Lier (1988) states that there is a possibility that teachers can apply the concept of scaffolding 
between parents and children in L1 contexts to L2 classroom contexts. Based on the concept of scaffold-
ing, the following sections will explain two types of scaffolding: expert-novice scaffolding (2.2) and 
collective scaffolding (2.3) as they are observed in the data of the current study.
2.2  Expert-novice Scaffolding
This section will discuss expert-novice scaffolding which occurs between an expert such as an adult/
a teacher and a novice such as a child/pupil. This type of scaffolding is frequently seen in English 
lessons in S Primary School, where the data of the current study was obtained. Vine (2008) illustrates 
teacher-student interactions between a pre-school child and his teacher during social studies classes in 
English as a first language context in New Zealand to examine how conversation analysis and sociocul-
tural theory contribute to the analysis of the process of classroom interaction (p. 673). The study shows 
that the teacher effectively assists the pupil when she finds the learner’s responses ‘insufficient’ (p. 690). 
She uses scaffolding in order to 1)  reduce ‘degrees of freedom’ to limit the pupil’s answer, 2) mark 
‘critical features’, 3) focus on ‘direction maintenance’ to lead the pupil’s answer to the goal of the task, 
and 4)  forego her ‘curriculum agenda’ to achieve the goal of the lesson (p. 690), using some of Wood 
et al.’s stating types of scaffolding (1976). These functions for scaffolding will be discussed in the data 
analysis of the present study in Section 4.
Apart from the study by Vine (2008), where English is used as a first language, Hammond and 
Gibbons (2005) investigate the contribution of scaffolding in an ESL educational context. They state that 
scaffolding is ‘specific help that provides the intellectual “push” to enable students to work at “the outer 
limits of the ZPD（３）”’ (p. 25). They find six types of interactional scaffolding which happen at the micro 
level of scaffolding: 1) ‘linking to prior experience and pointing forward’ by which teachers provide 
learners information on ‘the broader purposes of the lesson or the broader conceptual frameworks of 
the curriculum’, 2) ‘recapping’ by which teachers sum up major points of interactions, 3) ‘appropriating’ 
by which learners take in teachers’ wording, ideas, and information, and vice versa, 4) ‘recasting’ by 
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which teachers reshape learners’ wording into more appropriate ones without changing the meaning of 
what they have said, 5) ‘cued elicitation’ by which teachers give learners ‘strong verbal or gestural hints’ 
to elicit expected responses from learners in an IRF (Initiation-Response-Feedback) exchange（４）, and 6) 
‘increasing prospectiveness’ by which teachers give learners opportunities to ‘say more and reflect aloud 
on their thinking and understanding’ in an IRF exchange (Hammond and Gibbons, 2006: 20-3). These 
functions for scaffolding will also be examined in the current data analysis (see Section 4).
Michell and Sharpe (2005) also investigate ESL classrooms, focusing on ‘collective instructional 
scaf folding’. They divide scaf folding in classrooms into two types: 1)  task-enabling support and 
2)  language-mediated co-regulatory activity. Referring to Appleby (2002), they further explain that the 
former can also be regarded as ‘assisted accomplishment’ (ibid: 32) of ‘new or difficult tasks’ (Appleby, 
2002, explained in Michell and Sharpe, 2005: 32) by, for example, managing task complexity for learners. 
In the latter, language-mediated co-regulatory activity, learners can develop ‘language and literacy skills’ 
through collaborative activities, using language (see also Hammond and Gibbons, 2005 for the related 
term ‘interactional scaffolding’). In this language-mediated co-regulatory activity, Michell and Sharpe 
(2005) found that a learner was scaffolded by a teacher by 1) repetitions, 2) affirmation (confirming a 
learner’s efforts), 3) modelling (of questions or answers), 4) reformulations, 5) recontextualizations (of 
learners’ language into more specific discourse), 6)  recaps (see also Hammond and Gibbons, 2005), 
7)  clarification, 8)  reinforcement/exemplification, 9) high demand questions, and 10)  encouragement. 
Table 1 compares the strategies for expert-novice scaffolding proposed by Hammond and Gibbons 
(2005) and Michell and Sharpe (2005).
As can be seen in Table 1, the common function for expert-novice scaffolding is recapping. When 
using these functions, Michell and Sharpe (2005) further point out, the balance between challenge 
Table 1　 Functions of Expert-novice Scaffolding by Hammond and Gibbons (2005) and Michell and Sharpe (2005)
Scholars Functions of expert-novice scaffolding Common function
Hammond and 
Gibbons (2005)














9 ) high demand questions
10) encouragement
Recapping
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and support regarding tasks is important. That is, learners tend to be overwhelmed by difficulties of 
tasks when support is insufficient, whereas they tend to be bored by the easiness of tasks when these 
are not sufficiently challenging (pp. 48-9). In order to keep learners’ motivation and stretch their ZPD, 
therefore, experts should look for the right balance between challenge and support according to the 
level of learners in the use of scaffolding.
To sum up, when comparing the three studies by Vine (2008), Hammond and Gibbons (2005), 
and Michelle and Sharpe (2005), one common feature is that experts (teachers) use various types of 
scaffolding in order to support novices (pupils). On the other hand, one feature in the ESL classroom 
observed both in Hammond and Gibbons (2005) and Michelle and Sharpe (2005) is that ESL teachers 
tend to use scaffolding not only for task-enabling support but also for developing learners’ English 
language skills. For example, scaffolding is utilized for developing their reading skills in which ESL 
students interpret English literature (Hammond & Gibbons, 2005), reporting skills in which the 
students solve mathematical word problems in English, and interview skills in which the students ask 
and answer questions in English (Michelle & Sharpe, 2005). These studies are related to the present 
study in that the HRTs and the ALTs utilize scaffolding in order to help the pupils achieve tasks (see 
Section 4 for more details). However, scaffolding also occurs among peers, which will be discussed in 
the next section.
2.3  Collective Scaffolding among Peers
Scaffolding occurring among peers is sometimes called ‘collective scaffolding’ in which, according to 
Donato (1994), ‘second language learners mutually construct a scaffold out of the discursive process of 
negotiating contexts of shared understanding’ (p. 42). Donato (1994) examines three university students 
who learn French as L2 in America. He finds that even if an individual participant is a novice regarding a 
task, he/she can solve it together with peers. Donato (1994) further finds that ‘the dual scaffolding’ has 
happened in the study. That is, Speaker 1 asks Speakers 2 and 3 to help him, and through collectively 
solving a problem of Speaker 1, Speaker 3 ‘also appears to have benefited from the scaffolded help’ as 
‘a peripheral participant’ (p. 52). In this way, when peer scaffolding happens, ‘learners can expand their 
own L2 knowledge and extend the linguistic development of their peers’ (Donato, 1994: 52).
Takahashi (1998) investigates scaffolding in Japanese as a foreign language classes in an American 
primary school over three years. She finds that learners gradually develop and begin to scaffold each 
other as their language ability progresses year by year. That is, in the first year, pupils used one-word 
utterances in which they repeated the teacher’s utterances. However, in the second year, they acquired 
more difficult language and began to scaffold each other. Then, in the third year, assistance by the 
teacher was reduced and pupils actively participated in the classes. Thus, literature on collective 
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scaffolding shows that learners assist each other to achieve their clear understanding during lessons 
(Donato, 1994; Takahashi, 1998, see also Brooks, 1992; Ohta, 1995, 1997, 1999, 2000).
To sum up, the concept of scaffolding as described in the literature is used not only for first language 
acquisition but also for second and foreign language learning (e.g., van Lier, 1988). Moreover, scaffold-
ing is not only given by the adult to a child but also occurs among pupils collectively during language 
learning (e.g., Donato, 1994). In the present study, scaffolding is also observed among the HRTs, the 
ALTs, and the pupils in primary school English lessons. Therefore, to investigate who scaffolds, when 
and why it occurs, and how it is utilized would be useful for more successful language learning and 
communication in English lessons among the three parties. Before moving on to the data analysis, 
survey methods and data of the study will be briefly explained.
3.  Survey Methods and Data
This study is based on a large-scale longitudinal research project on interaction between HRTs, ALTs, 
and pupils at a primary school in Japan. English classes were observed from 2009 to 2013 in S Primary 
School. I was a participant observer as well as a teaching assistant and taught English, with the ALTs 
and HRTs, to the pupils from first to sixth grade. Utterances of the HRTs, ALTs and pupils in the 
English classes were audio-recorded（５） and the transcribed data, based on the transcription conven-
tions by Hutchby and Wooffitt (2008) (see Appendix), was analyzed for interactional features. In this 
study, I focus on how scaffolding is used among the HRTs, the ALT, and the pupils, utilizing classroom 
discourse (e.g., Sinclair and Coulthard, 1975; Walsh, 2013), conversation (e.g., Schegloff, et al., 1977) 
and classroom-based conversation (e.g., Seedhouse, 2004) analytic approaches. On the basis of the 
survey methods and data of the study, the next section will analyze the data of the current study.
4.  Data Analysis: The Use of Scaffolding
This section examines scaffolding used among the HRT, the ALT and the pupils. The results show not 
only that the ALTs, the HRTs and the pupils use scaffolding in the classroom, but also that the ALTs and 
the HRT collaboratively scaffold the pupils during English lessons in order to deepen their understand-
ing. The collaborative scaffolding by the ALT and the HRT will also be presented in the following 
section. The study has also found that the three parties, i.e. the HRTs, the ALT, and the pupils utilize 
scaffolding in order to 1) elicit an answer from the pupils, 2) highlight the important points of the activi-
ties, 3) reduce their frustration in carrying out activities, and 4) achieve clear and deep understanding 
by the pupils.
The section consists of four sub-sections. Section 4.1 investigates scaffolding used by the HRT for 
step-by-step elicitation of pupils’ answers, followed by Section 4.2, which illustrates scaffolding used for 
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‘marking critical features’ (Wood, et al. 1976) by the ALT. Section 4.3 handles collaborative scaffolding 
used by the ALT and the HRT for ‘marking critical features’ and controlling the pupils’ frustration 
(Wood, et al. 1976). Finally, Section 4.4 shows scaffolding used for reconfirmation (see Panselinas & 
Komis, 2009 on a teacher’s reconfirmation in a scaffolding process) by translation by the pupil.
4.1  Scaffolding Used by the HRT for Step-by-step Elicitation of Pupils’ Answers
One type of scaffolding utilized in the current study by the HRT is to gradually elicit an answer from the 
pupils. This type of scaffolding is used by the teacher when he/she would like to elicit the answer from 
the pupils as much as possible and let them find the answer by themselves. To do so, the HRT changes 
the forms or contents of questions step by step instead of directly giving answers to their questions. 
Extract 1 is a situation where the ALT introduces a Christmas drama in Ghana to the 6th graders.
[Extract 1]
1  A4: So in Ghana, on Christmas day, we have Christmas drama
2  yes drama about Christmas
((ALT puts some pictures on blackboard))
3  Ps: 何？ 何？ Drama [drάːmə]? (What? What? Drama?)
4 → H: Drama[drάːmə]って何？ (What does drama mean?)
5  P1: ドラマ [doramá]？ ドラマ [doramá]？ (TV drama? TV drama?)
6 → H: 日本語で言って。(Say it in Japanese.)
7  P1: ドラマ [dórama] (TV drama)
8 → H:  皆だったらああいうの何？ 何ていう？ (You would call that how? How would you call 
that? [The HRT points to a picture on the blackboard.])
9  P1: マジックじゃない、何だっけ (It is not a magic trick... let me see)
10 → H: 昼休みに練習したでしょ？ (You practiced it [drama] during lunch time, didn’t you?)
11  P1: なわとび？ (Rope skipping?)
12 → H: 保健委員会で (At the health committee)
13  P1&P2: 劇 (Drama)
14  H: うん (Yes)
15  A4: Yes OK so we have Christmas drama
(Extract from Interaction 40)
Here in lines 1 and 2, the ALT introduces a Christmas drama in Ghana, putting some pictures on the 
blackboard. The pupils wonder what the pictures are about (line 3) ‘何？ 何？ Drama[drάːmə]? 
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(What? What? Drama?)’, picking up the word ‘drama’ since they understand the word ‘drama’ not as 
a ‘theatrical play’ but as ‘TV drama’. The HRT realizes the pupils’ confusion and asks the pupils what 
drama means here, by repeating the relevant word ‘drama’ to clarify the meaning of it in English (line 
4) ‘Drama[drάːmə]って何？ (What does drama mean?)’ (Michell and Sharpe, 2005). In line 6 ‘日本語
で言って (Say it in Japanese.)’, the HRT asks a high demand question (Michell and Sharpe, 2005) to let 
the pupils again think about the meaning of drama. However, one of the pupils (P1) keeps interpreting 
drama as TV drama in lines 5 ‘ドラマ [doramá]？ ドラマ [doramá]？ (TV drama? TV drama?)’ and 
7 ‘ドラマ [dórama] (TV drama)’. So the HRT again asks the pupils how they say it in Japanese, stating 
‘皆だったらああいうの何？ 何ていう？ (You would call that how? How would you call that?)’ in line 8 
as a ‘cued question’, pointing out the pictures of drama on the blackboard as ‘indexical scaffolding’（６） 
(Michell and Sharpe, 2005). Moreover, the HRT adds a hint ‘昼休みに練習したでしょ？ (You practiced 
it during your lunch time, didn’t you?)’ in lines 10 for ‘linking to prior experience and pointing forward’, 
and 12 ‘保健委員会で (At the health committee)’ as a ‘cued elicitation’ (Hammond and Gibbons, 2005). 
Eventually, some pupils recognize the meaning of drama ‘劇 (Drama)’ in line 13. Thus, the HRT assists 
the pupils in order to let them realize the meaning of the word ‘drama’ step by step and in various ways.
In relation to linking to prior experience (Hammond and Gibbons, 2005) in lines 10 and 12, the HRT 
in this extract also seems to scaffold pupils by 1) understanding their ‘context of situation’ (House, 2009: 
13) and 2) stimulating their ‘schema’, which is ‘a construct of familiar knowledge’ (Widdowson, 2007: 28) 
that people have in their minds based on their experiences (Cook, 1997: 86) in order to let the pupils find 
out the English meaning of ‘drama’ by themselves.
Thus, the HRT helps the pupils’ understanding by step-by-step elicitation of the answers from them 
with the use of various devices such as 1) repetition and clarification, 2) cued elicitation, and 3) linking 
them to their prior experience, considering the context of the situation and stimulating their schema.
4.2  Scaffolding Used for Marking Critical Features by the ALT
Scaffolding is also found to be used by the ALT to ‘mark critical features’ such as giving pupils important 
hints on activities (Wood, et al, 1976). Extract 2 is a situation where the class plays a Bingo game and 
some pupils are close to having ‘Bingo’.
[Extract 2]
1  A1: Any reach reach reach? Oh reach? OK
2  P1: リーチって？ (What is ‘reach’?)
3 → A1: OK OK reach four four reach. No bingo but four. Four
4   reach four.
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5  P2: あと一個でビンゴ (I have one more to have Bingo.)
6  P3: あと一個でビンゴ (I have one more to have Bingo.)
7  A1: OK here we go
(Extract from Interaction 2)
In this extract, scaffolding is used by the ALT to mark critical features (Vine, 2008; Wood, et al, 1976) in 
lines 3 and 4. In line 1, the ALT asks whether there is a pupil who needs one more to have ‘Bingo’. P1 
does not know the meaning of ‘reach’ and asks about it, saying ‘リーチって？ (What is ‘reach’?)’ in line 
2. Therefore, the ALT explains what ‘reach’ means in order to mark critical features by 1) repeating the 
key word ‘reach’ three times and ‘four’ five times and 2) clarifying what ‘reach’ is as seen in line 3 ‘No 
bingo but four’. Furthermore, it seems that the explanation by the ALT in lines 3 and 4 scaffolds not only 
P1’s but also other pupils’ understanding as seen in P2 and P3’s reaction. As a result, P2 and P3 scaffold 
P1’s understanding by confirming it in Japanese.
Extract 2 reveals that the ALT scaffolds the pupil by marking important features, using various ways 
such as repetition and clarification when P1 does not understand what the ALT says in the game activity. 
Additionally, the ALT’s scaffolding also assists other pupils’ deep understanding.
4.3   Collaborative Scaffolding Used for Marking Critical Features and Controlling the Pupils’ 
Frustration by the ALT and the HRT
In the present study, it is further observed that both the ALT and the HRT collaboratively utilize 
scaffolding in order to mark important features and limit the pupils’ frustration. Extract 3 is a situation 
where the ALT explains a rule of ‘Simon says’ game to the 6th graders.
[Extract 3]
1  A1: Now Simon says one rule Simon says touch your head
2  H:  って言ったら触るんだよ 
(If the ALT says ‘Simon says touch your head’, you touch your head.)
3  A1: Simon says touch your knees. Simon says touch your
4   toes. Touch your head. Oh out
5  P1: は？ どういう意味？ なんで？ (What? What does that mean? Why?)
6 → A1: No Simon says. No touch
7  P1: 知らないよ。わかんないよ。(I don’t know. I don’t understand.)
8 → H:  Simon saysって言わない時はやっちゃいけないんだよ 
(If the ALT does not say ‘Simon says’, you mustn’t do it.)
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9  P1: なんで？ なんでやっちゃいけないの？ (Why? Why mustn’t I do it?)
10 → H: そういうゲーム (Because it’s that kind of game.)
11  P1: ふむ (I see.) ((in a small voice))
12 A1: Not copy game not copy game, listen ‘Simon says’
13  alright
(Extract from Interaction 6)
Here, in lines 1 to 4, the ALT and the HRT explain the rules of the game both in English and Japanese. 
However, in line 5, P1 cannot understand the rules and becomes irritated ‘は？ どういう意味？ なん
で？ (What does that mean? Why?)’, so the ALT tries to explain the rules to the pupils again in line 6 by 
using simple English ‘No Simon says. No touch’, which seems scaffolding by the ALT to mark a critical 
feature (Wood, et al., 1976). However, P1 still cannot understand the rules and seems to get annoyed, 
saying in line 7 ‘知らないよ。わかんないよ。(I don’t know. I don’t understand.)’. In response to P1, who 
is irritated with the complex rules of the game, the HRT explains the rules to him in Japanese, stating 
in line 8 ‘Simon saysって言わない時はやっちゃいけないんだよ (If the ALT does not say ‘Simon says’, 
you mustn’t do it.)’. However, he still cannot understand why there is such a rule by saying in line 9 ‘な
んで？ なんでやっちゃいけないの？ (Why? Why mustn’t I do it?)’, therefore, the HRT then persuades 
him in line 10, stating ‘そういうゲーム (Because it’s that kind of game.)’. In response to this, P1 in line 11 
shows his understanding by saying ‘ふむ (I see.)’ in a small voice.
In this extract, P1 understand neither the rules of the game nor why he has to follow them, so he gets 
irritated. Therefore, both the ALT’s scaffolding with simple English and the HRT’s scaffolding with 
the pupil’s L1 are helpful to control his frustration and tell him why he has to follow the rules. Thus, 
Extract 3 demonstrates that there are cases where the ALT and the HRT collaboratively scaffold pupil’s 
understanding. The final type of scaffolding is used by the pupil to reconfirm what the ALT has said by 
translation.
4.4  Scaffolding Used for Reconfirmation by Translation
Scaffolding is also utilized by a pupil to reconfirm what the ALT has said in English by translating it into 
the pupil’s L1 (Japanese). Extract 4 shows scaffolding by the pupil (P1) in a situation where the ALT tells 
the pupils how to use Ohajiki [marbles] in an activity for the 5th graders.
[Extract 4]
1  A1: Today, let’s play Ohajiki game
((The ALT and HRT hand out Ohajiki to the pupils))
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2  A1:  If your Ohajiki on banana and I say banana, ‘Oh I can take my Ohajiki from banana 
picture’. Anyone banana?
((One of the pupils raises her hand))
3  A1: Oh she likes banana right.
4 → P1: えっと、先生が言ったやつがあったらおはじき取る
5  の？ (Well, can we take a marble if we have one on a picture which you will call?)
6  A1: Take, yes very good. Everyone, are you ready?
7  Ps: Yes
8  A1: Alright. Let’s play
(Extract from Interaction 5)
In this extract, P1 in lines 4 and 5 reconfirms what the ALT has said in English by translating it into 
Japanese, ‘えっと、先生が言ったやつがあったらおはじき取るの？ (Well, can we take a marble if 
we have one on a picture which you will call?)’ and the reconfirmation seems to scaffold other pupils 
as ‘collective scaffolding’ in which ‘second language learners mutually construct a scaffold out of the 
discursive process of negotiating contexts of shared understanding’ (Donato, 1994: 42). That is to say, 
P1’s utterance seems to scaffold other pupils as they do not seem to understand the ALT’s explanation 
either. In response to the pupil’s reconfirmation, the ALT responds with praise in line 6 ‘Take, yes very 
good’. Thanks to the P1’s clarification, other pupils as well as P1, who cannot understand the ALT’s 
explanation in English, can also understand what the ALT has said. Thus, Extract 4 proves that pupils 
also scaffold other peers in the classroom with the use of reconfirmation by, for example, translation.
5.  Conclusion
This study has shown that scaffolding is utilized by the HRTs, the ALTs, and the pupils in various 
ways. It functions mainly in order to 1) achieve the pupils’ clear and deep understanding by step-by-step 
elicitation, marking critical features, and reconfirming what the ALT said in English by translation into 
Japanese and 2) reduce their frustration in English lessons by controlling it by the ALT and the HRT, 
using explanation both in simple English and Japanese. In so doing, the HRTs use various ways such 
as repetition and clarification, cued elicitation, and linking to pupils’ prior experience, considering the 
context of the situation and stimulating their schema. In addition, repetition and clarification are also 
used to scaffold the pupils by ‘marking critical features’ (Wood et al., 1976) when they do not know the 
word in a game activity, and this assists not just one pupil but other pupils’ deep understanding.
It is also found that the ALTs and the HRTs often collaboratively scaffold the pupils, both by the ALTs’ 
explanations in simple English and the HRTs’ translation into Japanese when the pupils seem to get 
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irritated during the lesson. Furthermore, the pupils are also found to use translation to reconfirm their 
understanding, simultaneously scaffolding their peers and controlling their frustration by doing so.
The MEXT (2010) proposes one of the goals of English education in Japanese primary schools is 
‘to experience the joy of communication in the foreign language’ (p. 1). Considering this, the pupils’ 
frustration with English language learning needs to be reduced as much as possible. In this case, the 
effective use of scaffolding among HRTs, ALTs, and pupils in English lessons would be helpful to assist 
pupils’ foreign language learning with joy and achieve mutual understanding among the three parties in 
primary English classrooms.
Note⑴ In a formal subject of English, pupils will receive English lessons partially based on the curriculum of 
English in junior high schools and they will be graded (e.g., MEXT, 2014).
 ⑵	 English activities aim to build a foundation of communication through using English such as by songs, 
games, and various activities. Pupils will not be graded in English activities (e.g., MEXT, 2014).
 ⑶	 ZPD is ‘the difference between what a person can achieve when acting alone and what the same person can 
accomplish when acting with support from someone else and/or cultural artifacts’ (Lantolf, 2000, 17).
 ⑷	 IRF exchange is a typical pattern of exchange in classrooms, consisting of an initiation by a teacher, 
followed by a response from a pupil, further followed by a feedback from the teacher to the pupil’s response 
(Sinclair & Coulthard, 1975, p. 21).
 ⑸	 Interactions among the HRTs, ALTs and pupils in English classes were audio-recorded for about 50 hours 
in total.
 ⑹	 The situation where the HRT points at a picture of a drama on the blackboard in this extract is not exactly 
the same situation as the mathematical lesson proposed by Michell and Sharpe (2005). However, I will 
suggest that indexical scaffolding also happens in line 8 in that the HRT helps the pupils by showing them 
the specific information, i.e., the pictures of drama on the blackboard, in order to assist their understanding.
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Appendix. Transcription conventions
The transcription conventions in the present study are mainly based on Hutchby and Wooffitt (2008, 
pp. x-xii).
((   )) A description enclosed in a double bracket indicates a non-verbal activity. For example ((banging 
sound)). Alternatively double brackets may enclose the transcriber’s comments on contextual or 
other features.
word. A full stop indicates a stopping fall in tone. It does not necessarily indicate the grammatical end 
of a sentence.
word, A comma indicates a ‘continuing’ intonation
word? A question mark indicates a rising inflection. It does not necessarily indicate a question.
→ Arrows in the left margin point to specific parts of an extract discussed in the text.
